This paper reports findings from a longitudinal study that investigated ways in which a comprehensive youth development program could support social and academic competence and reduce aggression in middle childhood for students living in public housing. Children residing in public housing complexes in southern California who participated in a 4H Afterschool Activities Program were compared with another group of resident children who did not participate in 4H. Measures of perceived academic and social competence were completed by the students, their teachers, and their primary caretakers. The results demonstrated the stronger program effects for perceived behavioral competence than for academic competence. Findings are discussed in terms of the need for explicit programmatic emphasis on the development of academic competence in participants, similar to the current program emphasis on school appropriate behavior. (Contains 7 figures and 27 references.) (JDM) Reproductions supplied by EDRS are the best that can be made from the original document. 
poor, ethnic minority children living in urban areas (e.g., poorly equipped schools, poorly prepared teachers, disproportionate placement in special education, limited parental presence at school) (Irvine, 1990 ).
Achievement and Social Status
These societal and educational risks often lead unsurprisingly to poor educational outcomes. SES alone is one of the most influential factors in students' academic success. Poor children simply do not fare as well academically as their more affluent peers. For example, reading achievement scores differ by an average of 30 points across all levels of secondary school between more affluent students and their economically disadvantaged peers (NCES, 1999) . Science achievement, a critical indicator for those students preparing to enter the "new economy", presents a picture that is even more bleak. Disparities in measures of 4 Perceived Behavioral Competence 4 science achievement for high and low SES children range from 36 points in middle school to a whopping 50 points by high school (NCES, 1999) .
Low income children of color are particularly likely to achieve at less than their full potential when measured by traditional indices (e.g., standardized test scores, GPA's, college entrance and completion) (Irvine, 1990) . African-American and Latino students in particular are more likely to experience high rates of early school leaving (NCES, 1999) and teen pregnancy (NCHS, 1995) ). Those children who do persist in school are too often denied access to advanced coursework that develops higherlevel reasoning and complex problem-solving skills (Mullis, Owen, & Phillips, 1990) . As well, children of color are more likely to experience a high incidence of problem behavior in the schools, as both victims and perpetrators (Hudley, 1995) . Finally, residence in public housing presents the additional risks of exorbitant rates of delinquent behavior, interpersonal violence, and drug sales (Sexton & Holloway, 1994; Dunworth & Saiger, 1994) .
Social and economic isolation, high rates of violence, easy availability of drugs, early sexual experience, and minimal academic success all combine to pose a cumulative and highly toxic set of risk factors for African-American and Latino youth living in public housing.
Middle childhood is perhaps the most vulnerable period of human development for the establishment and maintenance of appropriate patterns of school achievement and social adjustment (Brooks, 1984) . Harter's developmental model (1978, 1992) Transactional models of human development (e.g., Bronfenbrenner, 1979; Jessor, 1993) have pushed the discipline of developmental psychology to more directly address the social environment of human actions in ways that were once more typical of social science disciplines other that psychology. An evolving paradigm of developmental science (Cairnes, Elder, & Costello, 1996) emphasizes the necessity of attending to multiple perceivers across multiple points in time, with explicit awareness of the social context. This paradigm should provide a more situated and comprehensive understanding of social behaviors, particularly among populations who have been largely ignored by traditional research in psychology (Graham, 1992 in conjunction with a specific aggression reduction curriculum, the Brain Power program (Hudley, 1994) . For example, if asked to imagine being bumped by a peer while walking in the hallway at school, excessively aggressive children assume that the bump was "on purpose" more than twice as often as a less aggressive peer (Graham, Hudley 86 Williams, 1992; Hudley 86 Graham, 1993) .
Through role play, discussion of personal experiences, and activities conducted outside of the intervention classroom, participants are trained to search for, interpret, and properly categorize verbal and behavior cues of others. For example, children practice identifying intent from facial expressions and videotaped interactions. In mid-childhood, children have typically not achieved adequate levels of social interpretation and insight (Rizzo, 1989) ; thus, practice in reading the social landscape can be especially beneficial. My earlier research (Hudley, 1994b; Hudley et al., 1998; Hudley Graham, 1993) presented perhaps the first published data to demonstrate a causal relationship between social information processing, anger, and aggression. In those projects, the curriculum was able to significantly reduce inappropriate attributions of hostility and subsequent aggressive behavior in a school setting. However, 
Measures
Participants completed the student form of the Social Skills Rating System (Gresham and Elliott, 1990) , which measures self-perceived selfcontrol and externalizing behavior in classroom and peer settings on a scale from 0 ("never) to 2 (usually). Higher scores indicate greater perceived self control. This instrument contains items appropriate for both girls' and boys' reactive aggression (e.g., I control my temper when people are angry with me). They also completed a modified version of the Self-Perception Profile for Children (Harter, 1985) , which assesses perceptions of academic and social competence on a scale of 1 to 4, with higher scores indicating greater self perceptions of competence.
Children's intentionality beliefs were assessed with an instrument that Trained 4H staff conducted attributional intervention groups of eight students. Males and female intervention groups were conducted separately in order to best fit the intervention stimulus material to the subject groups and to most accurately interpret the resultant effects.
Prior research suggests possible differences in the kinds of aggression displayed as a function of gender (Cairnes, Cairnes, Neckerman, Ferguson, & Gariepy, 1989; Whiting & Edwards, 1988) , as well as differences by gender in the types of situations which elicit aggressive retaliation (Crick & Grotpeter, 1995; Feldman & Dodge, 1987) . Thus the specific intervention activities were separately tailored to best address the experiences of boys and girls.
The typical 4H activities (previously described) also continued while the aggression reduction curriculum was presented. Thus, all study participants simultaneously received aggression reduction activities as well as the youth development activities. Data were collected prior to the implementation of the Brain Power program and at six month and 12 months after implementation.
Results
The analysis reported here examined changes in scores on relevant measures across three time points: pre-aggression curriculum, 6 month, has been used as a universal preventive program with both boys and girls. Preliminary analyses of these data at 6 months (Hudley, 1999) suggested that the 4H program was effective as a protective factor for students in a high risk environment. In that analysis, a subset of students at highest risk (those chronically absent from school) were perceived as having significantly fewer behavior problems if they attended the afterschool program regularly.
The current analyses continue to support the behavioral efficacy of the combined, universal program. The program seemed to counter for all 4H students a naturally occurring decrease in self-perceived behavioral competence. Program participants maintained more positive perceptions of their own behavior, and the effect was particularly beneficial for boys.
Teachers and parents also perceive the behavior of 4H students more positively; this program effect was strongest for teacher ratings of boys but parent ratings of girls. behaviors. These relationships suggest that competent social reasoning skills are reflected in more positive social behavior. Although students' social reasoning and self-perceptions of their own behavior were unrelated, teacher perceptions were also prospectively related to all students' perceptions of their own behavior.
Prior research has found that aggressive boys do not perceive their own behavior accurately (Lochman, 1987) , and their perceptions are not based on their actual behavior but on their expectations (Lochman & Dodge, 1998) . However, other research (Hudley, 1993; Hudley et al., 2001 ) suggests that teacher perceptions may also be subject to bias.
Thus, one interpretation of the current data might be that teachers evoke more positive behavioral self-perceptions from those students whom they perceive to be behaving appropriately, and more negative self-perceptions from those students they perceive to be behaving inappropriately. The mechanism through which teacher perceptions influence student selfperceptions might be student expectations. suggest that 4H students, girls in particular, should be likely to persist in academic pursuits. This interpretation is consistent with the literature suggesting that among traditionally underachieving students of color, girls are more likely to persist in schooling, while boys are more likely to leave school prior to completing high school (NCES, 1999) .
The improvements in social reasoning and behavior may be a function of the special program emphasis on appropriate behavior (i.e., the Brain Power program). These data suggest that the 4H ASAP program may need to develop similar program initiatives that explicitly emphasize academic competence. Bringing teachers, parents, and communitybased programs together to advocate for and support children's achievement motivation is demonstrably the appropriate next step for children who must develop to adulthood in adverse circumstances. /V)
IL REPRODUCTION RELEASE:
In order to disseminate as widely as possible timely and significant materials of interest to the educational community, documents announced in the monthly abstract journal of the ERIC system, Resources in Education (RIE), are usually made available to users in microfiche, reproduced paper copy, and electronic media, and sold through the ERIC Document Reproduction Service (EDRS). Credit is given to the source of each document, and, if reproduction release is granted, one of the following notices is affixed to the document.
If permission is granted to reproduce and disseminate the identified document, please CHECK ONE of the following three options and sign at the bottom of the page.
The sample sticker shown below will be affixed to all Level 1 documents 1 PERMISSION TO REPRODUCE AND DISSEMINATE THIS MATERIAL HAS BEEN GRANTED BY
